This article identifies the main determinants of skill acquisition in Latin America. Not having repeated a grade, sex, the number of books in the home and the mother's education are defined as individual and family characteristics. In the case of school characteristics, the results are more heterogeneous between countries. The key factors seem to be attending a private school, the number of students per classroom, the quality of the educational materials available, and larger school size and autonomy. The characteristics of the schools explain most of the variability of the results, followed by family characteristics and then individual ones. School-based factors play a particularly crucial role in Argentina, Brazil and Costa Rica; family characteristics are very important in Chile, Colombia and Peru; and individual ones are important in Colombia and Mexico.
I. Introduction
The Latin American countries participating in the Programme for International Student Assessment (PISA) 2012 have accepted the challenge of improving educational quality. Public expenditure per student has been increased, and laws have been amended to guarantee the right to education for the least privileged population groups. Although not all countries have progressed at the same pace, they have generally improved and expanded education supply by building schools and creating new teaching posts.
This has led to an increase in the average number of years' schooling and better results achieved on the various international tests in which they have participated (CIPPEC, 2011) . A comparison of the results of the Second and Third Regional Comparative and Explanatory Studies (SERCE 2006 and TERCE 2013, respectively) generally reveals a significant increase in scores obtained by 3rd and 6th grade students in the three subject areas evaluated, especially mathematics (Rivas, 2015) . 2 Nonetheless, at the secondary school level, the performance of the Latin American region still lags behind global standards. In terms of the three skills evaluated, the eight Latin American countries that took part in the 2012 PISA obtained results that ranked them among the last 20 of the 65 participants. 3 Although there are many empirical studies on the economics of education generally, which shed light on the factors that condition school performance or skill acquisition, there are few focused on Latin America.
These research projects are based on estimating an education production function (EPF) through a variety of methodologies. In particular, the use of multilevel techniques (or hierarchical models) has gained increasingly broad acceptance as one of the best ways of studying and analysing educational data. This is because the characteristics of the student and the school (the inputs into EPF) are nested through their school performance; in other words, they are hierarchically structured (Gaviria and Castro, 2005) .
Nonetheless, these hierarchical models assume the absence of correlation between the independent variables and the model's errors. Yet not all of the EPF inputs are statistically exogenous (zero correlation with the error term), since the model omits variables that cannot be measured directly. For this reason, they may be correlated with the error and cause an endogeneity problem (Hanushek and Woessmann, 2011) . In the presence of this problem, multilevel techniques yield inconsistent and biased coefficients, which is why the literature suggests using instrumental variables (Greene, 2012) . Nonetheless, this method has seldom been used in the economics of education (see Hanushek and Woessmann, 2011) and never to analyse school performance in Latin America.
In view of the above, this article aims to identify the factors that are decisive for acquiring skills in Latin America, by analysing data from countries participating in the 2012 PISA in the three subject areas evaluated. The education production function is also estimated using the generalized method of moments (GMM), firstly because a problem of endogeneity has been detected and secondly because aggregation at the country level is not possible owing to the lack of regional relative weights in the selected sample.
The article is structured as follows. Following this introduction, section II reviews the literature on factors determining the acquisition of skills in developing countries. A methodological section III describes the model used and its variables, along with the econometric techniques applied to analyse it. Section IV reports the results of the empirical analysis, in which the EPF estimation reveals that the key determinants of a student's school success are not having repeated a grade, sex, the number of books in the home and the educational level of his/her mother. Lastly, section V sets out the conclusions.
II. The literature on academic performance in Latin America
The earliest studies on educational quality and school performance (Alexander and Simmons, 1975; Jencks, 1972; and Coleman and others, 1966) found that family background largely determines students' academic performance. More recently, in the same vein, Woessmann (2010) argued that school performance is strongly related to family background and weakly associated with the characteristics of the school. In Latin America, Cervini (2012) analysed the school effect on academic performance, by applying bivariate multilevel models (at three levels: country, student and school), drawing on results of the 2006 SERCE in mathematics and reading. When extracurricular factors were controlled for, these tests found that the effect of the school on educational performance was very weak.
In recent decades, the number of studies on education and academic performance has increased considerably, with varying results. Some research finds that the characteristics of the student or those of his/her family environment are the key factors. In contrast, there is other empirical evidence that factors associated with schools and institutions have the greatest influence on school performance.
The results found for Latin American countries reflect this ambiguity. Some studies find a strong association between academic performance and the students' individual and family characteristics; but others conclude that features of the school are the most important factors. Nonetheless, relatively few research projects arrive at this second conclusion (see table 1). In the case of individual characteristics, sex, grade repetition and race are the factors that most influence school performance; and the following observations can be made (i) on average, girls obtain better results in reading, while boys do better in mathematics and science; (ii) grade repetition negatively affects the average score obtained in each of the areas evaluated; and (iii) black students have more disadvantages than those of other races and, thus, achieve worse results.
In the case of family factors, previous empirical studies of school performance in Latin American countries indicate that family characteristics and the environment jointly benefit student performance. The same is true of the parents' education, in particular, the mother's schooling level.
Lastly, in terms of school characteristics, the quality of the teachers and the type of school day (morning or afternoon) seem to be decisive for students' academic performance (see table 1 ). Studies that estimate education production functions in Latin America are still few and far between; and those that exist seldom use advanced econometric techniques. This study takes account of these limitations and tries to adopt a new perspective. To this end, techniques are used to impute data for which records are missing, together with estimators that are robust and unbiased in the presence of endogeneity stemming from the dual causation between endogenous and exogenous variables. The use of these techniques shows the greater weight of family characteristics in explaining the variability of performance, with respect to the sample worked with. It also highlights the existence of performance disparities between public and private schools.
III. Methodology

Model and description of the inputs of the education production function
The education production function (EPF) is similar to a typical production function. It relates the product (output), in other words the academic results or the marks scored by the students, with the inputs, namely, a set of variables associated with the student and the school. This article follows Hanushek, Link and Woessmann (2013) , and Hanushek and Woessmann (2012 and , working with the following EPF:
where represents the average value of the five possible results that student i from country p can obtain in skill j (see OECD, 2014) ; denotes the model's random error term, which encompasses variables that are not directly observable or measurable, such as learning capacity, the student's innate abilities, or the "peer effect". 4 Lastly, the three summations include the inputs as follows:
• Student characteristics (CE) are encompassed in the first of the summations contained in equation (1). The following variables have been created:
(i) The variable sex which takes the value 1, if the student is female, or 0 if male. It measures inequalities between the sexes by specific skills (see Woessmann, 2010, in relation to reading; García, Hidalgo and Robles, 2010, and Mullis and others, 2007, on mathematics; and Vegas and Petrow, 2007 , with respect to science). CEPAL Review N° 124 • April 2018 (ii) The variable non-repeater, which takes the value 1, if the student has repeated at least one grade, and 0 otherwise. It is used to measure the impact of what is defined in the literature as "grade retention" (Méndez and Zerpa, 2011; Hong and Yu, 2007) .
(iii) The variable effort, which takes the value 1, if the student seeks additional information to clarify a topic that she is studying but does not understand, and 0 if she does not perform this search.
(iv) The variable discipline, which is given the value 1, if the students pay attention to the teacher in most classes, and 0 otherwise (Post, 2011; Cervini, 2003) .
• The second summation collects family characteristics, which make it possible to measure the impact of the household's socioeconomic and cultural status on skill acquisition. For this purpose, the following variables are specifically generated:
(i) books, which takes the value 1, if there are more than 200 books in, and 0 otherwise (Woessmann and others., 2007) .
(ii) educamother and educafather, which refer to the minimum schooling level of the mother and father, respectively. Following Hanushek and Luque (2003) a bachelor degree gives this variable a value of 1 otherwise it is 0.
(iii) empfather, which takes the value 1, if the father's is employed is part-time or full-time, and 0 otherwise (Hanushek and Woessmann, 2011; Woessmann and others, 2007) .
• The last summation includes the school factors, which are the following:
(i) The ownership of the school, which makes it possible to detect educational disparities between public and private schools. Thus, the variable public is created, which takes the value of 1 if the school is publicly owned, and 0 if it is private (Gamboa and Waltenberg, 2012) .
(ii) The student-teacher ratio (STRATIO), the number of students enrolled in the school (SCHSIZE) and the quality of educational materials (SCMATEDU), which are incorporated as proxies of the school's educational expenditure (Hanushek, 2011; Vignoles and others, 2000) .
(iii) The dummy variable autonomy, which is based the proposal by Hindrinks and others (2010) , and takes the value 1 if the school director and teachers have decision-making autonomy on important matters related to the institution, and 0 otherwise.
Sources of information and treatment of data without registration
The information with which the EPF inputs are constructed and used to estimate model (1) is taken from the 2012 PISA, available from OECD (2015) . This takes into account information on both students and schools in Latin American countries that participated in the 2012 PISA tests. In total, 90,799 observations of students are obtained from 3,722 schools, distributed as follows: 9,073 students and 352 schools in Colombia; 5, 908 and 226 in Argentina; 19, 204 and 839 in Brazil; 6, 856 and 221 in Chile; 4, 602 and 193 in Costa Rica; 33, 806 and 1, 471 in Mexico; 6, 035 and 240 in Peru and 5, 315 and 180 in Uruguay.
The observations in question are statistically representative of the population of each of the countries studied (OECD, 2015) .
Nonetheless, this database contains numerous missing values, in other words data corresponding to the information that are unrecorded because of a failure to reply to the questionnaires that students and directors of schools are required to complete. This can lead to biases in statistical inference, which is why the absent data must be imputed (Medina and Galván, 2007) . Thus, in this study the proposal of the aforementioned authors is followed and the hot-deck method is applied to variables for which more than 10% of the values are missing in the database. According to Durrant (2009) , this nonparametric method maintains the probability distribution of the imputed variables, so it is more efficient than multiple imputation methods. Table 2 shows the mean and standard deviation of the variables used in EPF. It should be noted that the average scores obtained by Latin American students in reading, mathematics and science in the 2012 PISA (around 500 points in each of the subject areas) are unsatisfactory compared to those of the Organization for Economic Cooperation and Development (OECD). This is reflected in the low positions that these countries occupy in the ranking of the 65 participating economies (34 from the OECD and 31 associates), which are shown to the right of average columns in the table. Source: Prepared by the authors, on the basis of data from the Organization for Economic Cooperation and Development (OECD) on PISA 2012 test. Note: The total has been calculated using the average data for all students in Latin America. The position refers to the country's ranking among those participating in the PISA test. a The mean is shown on the upper line, with the standard deviation below.
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The heterogeneity observed in the results may be a reflection of the inputs considered in EPF and shown in the table; but additional factors may also be in play. For example, if school performance is conditioned by socioeconomic circumstances, the circumstances prevailing in Latin American countries are very different from the OECD average. Figure 1 shows the relationship between income and performance in Mathematics (black dotted line), for the 65 economies participating in PISA. This relationship suggests that income differences can explain 21% of the variation among school results in the participating economies. The richest countries thus have a clear advantage.
Moreover, this relationship is stronger when exclusively considering the eight Latin American countries that are the focus of this research (the dashed red line), since 59% of the variability in the countries' results can be explained by their income differences. Average income in the region (US$ 13,175) lies between the extremes of Chile (US$ 17,312) and Peru (US$ 9,350). Cross-country differences in income level are compounded as a limiting factor by its distribution, since income in Latin America is distributed very unequally; and inequality seriously affects children and adolescents. Countries that have a larger proportion of students with socioeconomic problems face more severe educational challenges. This situation is reflected in figure 2, which shows the relationship between the results achieved in mathematics and the percentage of students who are in adverse socioeconomic circumstances. These appear to have a negative effect on school performance (dashed black line), since the index is associated with 24% of the variability in the results achieved in that subject. The relationship is more intense in the context of Latin American countries (dashed red line): 32% of the variability in the results obtained by students in these countries is associated with differences related to adverse circumstances, since 51% of Latin American students live in unfavourable environments. Peru had the largest proportion of students in this situation (59.9%) and Chile the smallest (37.9%). Nonetheless, while income level and the percentage of students in adverse socioeconomic circumstances are important limiting factors, they do not justify the differences between the results obtained in Latin America and those of other countries that participated in the PISA test. In figures 1 and 2, the Latin American countries are below the least-squares regression line, which means that their average result in the mathematics test is lower than expected, even after controlling for their level of income and the percentage of students in unfavourable environments. According to the regression line shown in figure 1, the expected result for Latin American countries would be 449 points, or 58 above the score actually obtained. Similarly, according to the regression line in figure 2, the expected result would be 440 points: 47 higher than actually achieved.
The endogeneity problem in the education production function
The EPF inputs are likely to be correlated with the model's error or disturbance term (1), so the correlation between them differ from zero because of omitted variables. Since some factors that determine performance are not directly measurable, not all inputs are statistically exogenous (Hanushek and Woessmann, 2011) . For example, non-repeater status (an input corresponding to individual characteristics) may be associated with the student's capacity to learn, innate abilities or motivation. These factors cannot be observed directly, so they are encompassed by the error term, which results in a non-zero correlation between the fact of being a grade-repeater and the disturbance. 5
When this correlation exists in at least one of the EPF inputs , the problem of endogeneity arises, which means estimates obtained through ordinary least squares (OLS) or hierarchical (multilevel) models are not appropriate. Nonetheless, multilevel models are still widely used in education, because they offer the advantage of making it possible to avoid possible selection biases in schools. While classical models assume fixed effects, that is effects common to all individuals, multilevel models are composed of two differentiated parts: one that is common and fixed for all contexts, and a second that varies and is estimated according to level. Thus, by simultaneously modelling multiple units of analysis, it is possible to accurately estimate the contribution of the variables of each of the levels (schools in PISA) to the student's academic performance.
As noted above however, the coefficients estimated by multilevel models in the presence of endogeneity will be biased and inconsistent (Wooldridge, 2010) . If endogeneity exists, the literature suggests applying propensity score matching (PSM) methodologies or instrumental variables (IV). These methods would be consistent and would also make it possible to deal with the problem of selection biases. The main difference between the PSM and IV methods is that PSM is normally used to compare groups: one of them receives treatment and the other does not. In addition, PSM uses observable factors to construct the weights in the estimates, while the VI method is based on the use of instruments from unmeasured or unobserved factors. Thus, the advantage of using VIs is that the existence of these unobserved factors that are correlated with school results is taken into account. This is of vital importance when working with EPF, since it is inevitable that not all elements that influence the results will be included in the inputs used.
The problem with the VI method is that it does not deliver efficient estimators if endogeneity does not really exist, so the presence of the latter needs to be verified. It can also be difficult to find valid instruments that satisfy the necessary conditions, in other words instruments that correlate with the inputs of EPF but not directly with the schools' results. To detect the problem of endogeneity, this study uses the generalized method of moments (MGM) test statistic. The instruments are identified and analysed using the statistic developed by Hansen (1982) (see Hall, 2005; Baum, Schaffer and Stillman, 2003; and Hayashi, 2000) . The following section describes the VI methodology as used in this study to estimate EPF.
IV. Results
Analysis of endogeneity
The null hypothesis used to detect this problem is H 0 :cov(X, ε i ) = 0 (exogenous EPF inputs ). If the p-value associated with the GMM statistic is lower than the significance level, then there is not enough statistical evidence to accept the null hypothesis. This would imply the presence of endogeneity. When applying the statistic to each input, it is found that, at 1% significance, non-repetition status is the only factor correlated with the error term. The other variables do not present problems of endogeneity; this is true for each of the skills evaluated in PISA 2012.
For this reason, the model is instrumentalized using the following instruments: first, the motivation of the student (motivation) as measured through the reply given to the following question: "In the last two weeks of classes, how many times did you skip school for a whole day?" (the variable takes the value 1 if the answer is "none"; otherwise, it is 0); second, the average duration of classes in minutes (minuesp, minumat and minusci); and third, the number of hours of reinforcement classes that the student takes outside school (clasesp, clasmat and classci). In the case of reading in particular, the instruments used are motivation, minuesp and clasesp; for mathematics, motivation, minumat and clasmat; and for science, motivation, minusci and classci. 6 To validate the instruments, the hypothesis of their lack of correlation (and that of the other inputs) with the error term is formulated, and then the Hansen test (1982) is applied. The results show that the p-value associated with this statistic is greater than the one-percent significance level in each skill area, so there is not enough statistical evidence to reject the hypothesis. It is therefore concluded that the inputs and instruments are exogenous (see table 3). sex, effort, discipline, books, educamother, educafather, empfather, public, STRATIO, SCMATEDU, autonomy and SCHSIZE. Instruments excluded: motivation, minuesp, clasesp and pre-school , which takes the value 1 if the student attended pre-school, but 0 otherwise.] Imputation of omitted data through using the hot-deck methodology according to Medina and Galván (2007) . p-value in parentheses.
Thus, once the problem of endogeneity has been corrected for (finding instruments correlated with non-repeater status, but not correlated with the model error of the Latin American countries participating in the 2012 PISA. The following sections present and interpret the results. As a measure of robustness, the results of the analysis using PISA 2009 data are reported at the end of the article. It should be noted that the results were similar to those obtained for 2012 (see annex A1). Source: Prepared by the authors, on the basis of data from the Organization for Economic Cooperation and Development (OECD) on PISA 2012 test. Note: * significant at 1%, ** significant at 5%, *** significant at 10%. Robust standard deviations in parentheses. Imputation of the omitted data through the hot-deck methodology according to Medina and Galván (2007) .
Estimating the education production function (a) Reading comprehension
In terms of individual characteristics, the results obtained in reading show that there are gender gaps in favour of women, which concurs with the findings obtained by Woessmann (2010) . Thus, in Uruguay and Costa Rica, the countries where the gap is largest, women are 22.1 and 14.1 points above men, respectively. In contrast, in Argentina, Brazil, Colombia and Peru, the gaps are not significant. The non-grade repeater condition is also a decisive factor in the acquisition of this skill in all countries, since it has a positive effect on the average score according to Méndez and Zerpa (2011) and Martin (2011) . It should be noted that the effect of the non-repeater variable is stronger in Argentina and Brazil. The same applies to students who seek additional information to clarify a topic they study and do not understand (effort variable). The effect of this variable is highest in Argentina and Mexico. Lastly, discipline is a positive and significant factor in Colombia, Mexico and Uruguay, but it is not significant in the other countries.
In terms of the socioeconomic and cultural status of the household, the results show that the number of books positively influences the average reading score, as indicated by Crespo, Díaz and Pérez (2012) , and Woessmann and others (2007) . The greatest impact of this indicator is observed in Chile, with 28.7 points, and in Peru, with 21.9. Positive effects of the mother's education are also observed, such as reported by Hanushek and Luque (2003) . Thus, students with mothers whose educational level is high school, at least, obtain a higher average score than those whose mothers lack these studies. In the case of Chile and Mexico, the effect of the mother's education is not significant, which coincides with the result obtained by Meunier (2011) for Switzerland. In the case of the father's education level, the estimates differ between countries. In Chile, Colombia, Mexico and Peru, the relationship is positive and significant, while in the other the countries it is not. Lastly, the effect of the time that the father spends working is very heterogeneous: negative in Chile, positive in Mexico, and not significant in the other countries.
In the case of school characteristics, the relationship between the ownership of the school and the acquisition of reading skills is negative in all countries studied. Students who attend private schools obtain a higher average score than those who attend public schools. Nonetheless, in Argentina, Chile and Mexico, this relationship is not significant. Formichella (2011) obtains the same results for Argentina. Among countries in which this relationship is significant, Uruguay and Brazil display the greatest differences between public and private schools, while Costa Rica and Peru have the smallest (Giménez and Castro, 2017; Fernández and Del Valle, 2013; Gamboa and Waltenberg, 2012; Montero and others, 2012) .
The coefficient of the variable that represents the student/teacher ratio is negative, coinciding with the findings reported by Krueger (2003) and Krueger and Whitmore (2001) . In the cases of Argentina, Peru and Uruguay, this variable is not significant. The values obtained with respect to school size were not significant in Argentina, Brazil and Uruguay.
The quality of educational materials is also a condition for school performance, except in Brazil and Chile, where the estimated ratio is not significant. Peru and Uruguay are the countries where this type of expenditure has greatest effect.
Lastly, in terms of autonomy, it is seen that the decisions taken by school directors and teachers on all major institutional issues have a positive effect in Argentina, Chile and Mexico; but this effect is not significant in the other countries (Benton, 2014) . Table 5 shows the factors that contribute to the results in mathematics. Source: Prepared by the authors, on the basis of data from the Organization for Economic Cooperation and Development (OECD) on PISA 2012 test. Note: * significant at 1%, ** significant at 5%, *** significant at 10%. Robust standard deviations in parentheses. Imputation of the omitted data through the hot-deck methodology according to Medina and Galván (2007) .
(b) Mathematics
Considering gender differences, in all of the countries included in this research, boys obtained a higher average score than girls in mathematics, similar to the results obtained by Vegas and Petrow (2007) . The largest gap occurs in Argentina, Colombia and Peru. Moreover, the effect of the non-repeater variable is positive and significant. This estimate coincides with that found by Oreiro and Valenzuela (2013) , and Méndez and Zerpa (2011) . The students with greatest academic capacity (greater effect of the non-repeater variable) are from Mexico and Argentina. Effort, on the other hand, has a positive and significant differential effect, except among Peruvian students. In terms of disciplinery climate, a positive and significant relationship is noted in Brazil, Colombia, Mexico and Uruguay. Thus, students who pay attention to the teacher achieve average scores that are 3.7, 7.5, 6.2 and 6.6 points higher than those who do not, respectively. The effect is not significant in Argentina, Chile, Costa Rica and Peru.
In terms of family characteristics, the number of books is a key factor in skill acquisition, with the greatest effect in Chile and Peru. The gap by educational level of the mother in general is positive and significant, as in Hanushek and Luque (2003) . This determines a higher average score for students whose mothers completed high school at least. The countries where the mother's education has the greatest impact are Brazil and Chile. In contrast, this is not significant in Peru or in Mexico.
The effect of the father's educational level is positive and significant only in Brazil, Chile, Colombia and Mexico. In these countries, students whose parents have at least completed high school achieve, respectively, 20.4, 9.0, 6.6 and 6.6 points more than those whose father has not attained this educational level. In the cases of Argentina, Costa Rica and Peru, a positive but not significant relationship is calculated. In the case of Uruguay, the relationship is negative and not significant. Lastly, type of employment contract is not a condition for skill acquisition, since the estimated coefficients are not significant, except in Uruguay.
In school-related variables, there are significant gaps between the performance of public and private schools, except in Argentina and Mexico. Brazil and Uruguay display the greatest divergences, as with reading comprehension. Meanwhile, in Chile and Colombia these differences are minor.
Class size has a negative and significant effect (except in Costa Rica). The size of the school has positive and significant effects in all countries, except Argentina (where it is negative and significant) and in Mexico and Uruguay (not significant).
The results for autonomy are ambiguous. In the case of Argentina, Chile and Mexico, the fact that decisions on major institutional issues are taken by the director and teachers of the school favours the performance of students in mathematics. On average, in these countries, schools where there is autonomy score 22.4, 14.1 and 5.5 points more than that in other schools. In Brazil, Colombia, Costa Rica, Peru and Uruguay, the relationship is not significant.
Lastly, the quality of educational materials is positively related to performance in mathematics. The countries where there is a greatest effect are Peru, Uruguay and Costa Rica. It should be noted that Argentina is a special case, since the impact of educational spending on performance is negative.
(c) Sciences
The key factors determining the acquisition of science skills include sex and non-repeater status among the individual characteristics (see table 6 ). On gender, significant gaps were estimated, as in Vegas and Petrow (2007) , with girls scoring worse. In terms of the second factor, the relationship between non-repeater status and academic performance is positive and significant. Students who do not repeat any grade perform better than those who have done so at least once (see Oreiro and Valenzuela, 2013, and Méndez and Zerpa, 2011) . Source: Prepared by the authors, on the basis of data from the Organization for Economic Cooperation and Development (OECD) on PISA 2012 test. Note: * significant at 1%, ** significant at 5%, *** significant at 10%. Robust standard deviations in parentheses. Imputation of the omitted data through the hot-deck methodology according to Medina and Galván (2007) .
Among the socioeconomic and cultural characteristics of the student, the key factors are the number of books in the home (Woessmann and others, 2007) and the mother's education (Hanushek and Luque, 2003) . Argentina is an exception in the case of books, and Colombia and Mexico are exceptions in relation to the mother's education, since the coefficients associated with these variables were not significant. In terms of the father's education, although the estimated effect on the acquisition of science skills is positive (except in Costa Rica), it is only significant in Brazil, Chile, Colombia and Mexico. In contrast, the results of the father's type of employment contract are more varied. In some cases, the effect is negative and not significant (Costa Rica, Peru and Uruguay), in others, negative and significant (Chile) and, in others, positive and not significant (Argentina, Brazil, Colombia and Mexico).
In the case of school characteristics, average gaps in school performance were also estimated between public and private schools, favouring the latter; but the gaps are not significant for Argentina, Colombia and Mexico. Brazil and Uruguay are the countries with the greatest differences, as was also the case in reading and mathematics. With regard to the student-teacher ratio, the results are similar to those found in reading and mathematics. The effect on school performance is generally negative and significant, although not significant in the cases of Argentina, Costa Rica, Peru and Uruguay. School size has a positive and significant impact, except in the cases of Mexico and Uruguay.
Positive and significant effects are estimated for school autonomy in Argentina, Brazil, Chile and Mexico. In contrast, the effect is negative and significant in Uruguay, and it is not significant in Colombia, Costa Rica and Peru.
Lastly, the estimated coefficients of the quality of educational materials are positive and statistically significant in all countries, except Argentina (negative and significant) and Colombia (not significant).
(d) Decomposition of the causes of performance differences
The unequal scores obtained by the students may reflect differences in the effort they make, which corresponds to the residual part of EPF, or factors beyond their control, in other words the inputs defined in that function: individual, family and school factors.
If r is the result obtained in the PISA tests and C is a matrix of non-controllable factors, the expected test result, conditional on these factors, will be:
From (2), the variance of the results in the different areas, , can be decomposed as a function of the relative contribution of each explanatory factor included in EPF. This is obtained using the Shapley-Shorrocks methodology, 7 which is based on the calculation of the variance, considering all possible permutations of the explanatory variables encompassed in EPF. As school PISA results are continuous variables of arbitrary mean and variance, the best option for estimating model (2) will be to use a linear function (Ferreira and Gignoux, 2014) . Table 7 displays the Shapley-Shorrocks decomposition by student, home and school characteristics. The variances of the results in mathematics, reading and science in relation to all observations in Latin America are estimated at 0.186, 0.185 and 0.181, respectively. By country, the minimum variance corresponds to Mexico, 0.141 in mathematics and science, and the maximum variance to Chile, 0.373 in mathematics. The validity of these estimates is supported by the low value of the standard errors of the bootstrap resampling method, which is significant at the standard levels with 100 replicas.
The rest of the table displays the variance decomposition percentages, in other words the extent to which school success is affected by individual, family and school characteristics. On average, individual characteristics appear to explain 12% of the variation in school results, family characteristics 28%, and school factors 60%. Individual characteristics play a particularly important role in Colombia and Mexico, family factors stand out in Chile, Colombia and Peru, and school characteristics are key in Argentina, Brazil and Costa Rica. 
V. Conclusions
This paper identifies the determinants of academic performance in the Latin American countries that participated in the 2012 PISA. When working with education production functions, the presence of endogeneity problems means that the estimated coefficients are inconsistent and biased. For this reason, estimates obtained through multilevel models are suboptimal. This study's methodological contribution stems from its use of the instrumental variables technique, which makes it possible to correct endogeneity problems.
A decomposition of the variance of school results reveals that school characteristics explain most of the variability of results between students (and about 60% of this variability across Latin America as a whole). The next most important factors are family characteristics (28%) and individual ones (12%). School factors play a particularly important role in Argentina, Brazil and Costa Rica; family characteristics are most important in Chile, Colombia and Peru; and individual ones in Colombia and Mexico. A decomposition to identify the contribution of each factor and verify the importance of school-based factors are an innovation in studies on Latin America as a whole.
In the case of individual and family factors, significant gender disparities were estimated, with girls obtaining a higher average score in reading and boys scoring higher in mathematics and science. Grade retention proved to be a determinant of school performance, along with the number of books in the home and the educational level of the mother.
In the case of school factors, the effects are more heterogeneous. Attending a private school is found to have a positive and significant effect in Brazil, Chile, Colombia, Costa Rica, Mexico, Peru and Uruguay. Smaller class size has a positive effect in the schools of Brazil, Chile, Colombia and Mexico. Higher spending on educational materials appears to produce better results, although apparently not in Argentina; and school size has a positive effect, except in Argentina and Uruguay. Lastly, greater school management autonomy benefits students' results in Argentina, Chile and Mexico.
The presence of endogeneity within the Latin American countries' education production function makes it advisable to use consistent and robust techniques that address these problems. In contrast to other techniques, which are common in earlier studies, but where endogeneity among the model's variables is not considered, the use of instrumental variables makes it possible to approximate the true effect of educational inputs on school results. Source: Prepared by the authors, on the basis of data from the Organization for Economic Cooperation and Development (OECD) on PISA 2009 test. Note: * significant at 1%, ** significant at 5%, *** significant at 10%. Robust standard deviations in parentheses. Source: Prepared by the authors, on the basis of data from the Organization for Economic Cooperation and Development (OECD) on PISA 2009 test. Note: * significant at 1%, ** significant at 5%, *** significant at 10%. Robust standard deviations in parentheses.
Bibliography
